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ABSTRACT
Teacher preparation institutions across the country are being scrutinized
for the quality of the teachers completing their training programs. This study
focuses on one specific group of students completing The University of
Tennessee fifth year teacher preparation program. The participants in this study
are the interns preparing in a small rural school system identified as the K - 12
Rural Schools Teacher Preparation Program.
This study examined the preparedness for the present teaching position
being held by the former teaching interns. The literature review, the intern survey
and follow up interviews provided data on preparedness for the present teaching
position and the factor having the most influence on their present practices in the
classroom.
The former interns, the majority of which were employed in a rural setting,
responded they were prepared for their present position. The factor having the
most influence on their present practices in the classroom was the mentor
teacher.
This study supports the premise that mentoring is important for new
teachers.

It is essential during the teacher preparation program and after the

apprentice teacher is employed by a school system.
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CHAPTER I

INTRODUCTION TO THE STUDY

INTRODUCTION AND PROBLEM

Teacher education and school reform are topics that are in the forefront of
campaign issues across the United States. The fifth year teacher pre-service
preparation program has been the topic for research in recent years that included
mentoring teachers, interns and principals.

This yearlong teacher education

concept is receiving more attention as emphasis on education reform and
teacher training continues. Since the early 1980's, teacher education had fifth
year programs in locations throughout the country.

Teacher preparation

programs at Colleges of Education in Cincinnati, Ohio, Rochester, New York, and
Memphis, Tennessee, were in the forefront of the fifth year teacher training
concept. (National Commission On Teaching and America's Future, 1996.)

BACKGROUND TO THE STUDY

In Tennessee, emphasis is placed on teacher performance in the
classroom through the Tennessee Value Added Assessment system. This is an
evaluation of teacher effectiveness developed by Dr. William Sanders formerly of
The University of Tennessee and adopted by the Tennessee Legislature as part

1

of the accountability system of the Educational Improvement Act of 1992. This
statistical

method

uses the national norm scale scores of the California

Achievement Test, that is published by CTB McGraw Hill, and is contracted by
the State of Tennessee for the achievement test component of the Tennessee
Comprehensive Testing Program known as TCAP. These national norm scores
are used to measure student learning growth in Reading, Language Arts, Math,
Science, and Social Studies each year. These scores are reported on the annual
Report Card issued by the Office of Accountability of the State of Tennessee
each November. This Reports Card lists results by state, system, and individual
school. (General Assembly of The State of Tennessee, 1992)
The University of Tennessee established a fifth year program for the
training of teachers in 1988 that places the student in an actual classroom setting
for a complete school year.

(Cagle and Heathington, 1988)

This program

requires students to complete a Bachelor's Degree in a major area before
entering the teacher preparation program.

(The Claxton Educator, 1991 ). The

teacher preparation and licensing component is the fifth year that may or may not
include The Master's Degree.
The Oneida Special School District is a unique setting for teaching interns
to begin their teaching profession. The school is in a small rural community with
high expectations for students, pride in the school and the accomplishments of
former

students,

minor discipline

problems,

and

advanced

technological

capabilities in each building. Teaching interns choosing Oneida Schools for their
fifth year are entering a rural community with less than 1% minority population,
2

low crime rate, and a locale just becoming known as a resort area. The Big
South Fork National River and Recreation Area is located west of Oneida and is
rapidly becoming nationally known for the rugged beauty that is profusely
abundant.
The town of Oneida is located in Scott County, Tennessee. Oneida is in
the north central part of the county about seven miles from the Kentucky State
line. The Kentucky county bordering Scott County is McCreary County. These
two counties formed the Scott McCreary Area Revitalization Team (SMART) to
apply for the federal status of Enterprise Community in 1994. This status was
awarded to the two communities and has been beneficial in attracting new
industry and federal improvement grants.
Oneida has a population of approximately 6,500 with the majority of the
residents being native to the area. The genealogical background of the residents
is Scotch-Irish, with many local customs remaining dominant.

These local

residents who are natives of Scott County are able to trace their ancestry to the
early settlers of the area. Therefore, there are strong family ties in each area of
the county which influence the relationship of students with each other and with
teachers in the system who are also native to the area. (Smith, 1985). Local
employers are Hartco, Thermoid HBO Hose and Belt, ABC Millikin, Wabash,
Scott County Hospital, Wal Mart, and a variety of small private tool and die
industries. Most professional residents are in health care, business service, and
education.

3

The Oneida Special School District was formed in 1915 by an act of the
Tennessee State Legislature to follow boundaries set by the district charter. The
boundary follows the "watershed" from the mountains around Oneida.

If the

water runs toward town, the land is inside the special school district. If the water
runs away from town, the land is outside the district. As a result, the city limits
and school district have separate boundaries. (Smith, 1985) The city limits have
been expanded four times in the past 15 years, and now the school district
boundaries and the city limits are more distant from each other than in the
original charter.
The Oneida Special School District is open to any child in Scott County
who wishes to attend. There is no tuition for students living outside the school
district boundaries. The policy of not charging tuition was a part of the school
district charter as adopted by the legislature on May 14, 1915, and approved by
Tom C. Rye, Governor, on May 17, 1915. (Smith, 1985) As a result, 55% of the
student population is transported into the schools by parents or car pool.
Transportation is provided only for those students living inside the district by
three regular buses and one handicapped equipped bus.

These buses are

operated by the school system transportation service.
Until the fall of 1983, Scott County Schools provided all transportation to
the Oneida Special School District. The Scott County School Board voted to
discontinue all bus service to the Oneida Schools in January of 1983. The intent
of this action was to force students to attend county schools closer to their
residence. Parents refused to send their children to some of the county schools
4

and as a result, began providing transportation for their children into Oneida
Schools. (Roy, 1983).
In 1987, the state Fire Marshal condemned the high school building and
issued renovation standards for the elementary school building in order to be in
compliance with the fire codes. This action by the state Fire Marshal appeared to
be the beginning of the end of the Oneida Special School District.

The

community refused to give up their school and identity. They began an intense
effort to raise the needed money to renovate all schools to meet the fire
standards. From this grass roots effort, a bond issue for 1.5 million dollars was
passed by an eight to two margin. Private donations were given to match the
amount obligated by the community. As a result of this community and individual
interest, Oneida now has two new facilities, an elementary school for grades
PreK-5, and a combined facility for the middle school, with grades 6-8, and high
school for grades 9-12. All three schools have state of the art technology with
Internet access in all classrooms. Oneida also emphasizes the arts by providing
music and art for all students in grades K-8 and as an elective for grades 9-12.
Oneida has an excellent faculty with 75% of the 87 professional staff holding
advanced degrees.
Oneida test scores are consistently in the upper 75% of the state, and
90% of all seniors attend some form of post secondary training. Parent support
and involvement is high, discipline problems are few, and most students are
interested in receiving a quality education that will prepare them for post
secondary work that does not involve remedial placement.
5

During the 1997-1998 school year two separate reviews of the Oneida
Schools programs were conducted by outside organizations.

The first review

was from the Appalachian Educational Laboratory based in West Virginia.
Oneida was selected as a school representative of a rural school with advanced
technological capabilities, a solid academic program for all students, parent
involvement, and community support. The results of this review were presented
at the National Regional Laboratory Conference in Kansas City, Kansas, in May
of 1998.

Inverness Research Associates of California conducted the second

review of the Oneida Schools for the Appalachian Rural Systemic Initiative
(ARSI), a National Science Foundation funded Systemic program. This review
looked at the math and science programs in the system and the impact ARSI has
had on instruction in these two areas. The emphasis has been on implementing
inquiry-based

instruction aligned with the National Standards and State

Frameworks.
The findings of these two reviews were that Oneida has strong core
academics that integrate technology into the instruction. The math and science
teachers are beginning to incorporate inquiry based instructional methods in their
classes.

Language arts and social studies are also based on standards and

frameworks.
Fine Arts are incorporated into the curriculum from kindergarten through
the twelfth grade. Current research has shown students who have instruction in
music develop more brain pathways and perform better in academic classes.
Based upon this premise, all students leave Oneida Elementary School with the
6

ability to read music. This skill may be developed further in middle and high
school through vocal and instrumental music classes.
Oneida Special School District and The University of Tennessee entered
an agreement for Oneida Schools to become a Professional Development
School in the spring of 1997 (Oneida Schools and The University of Tennessee
Professional Development School Meeting, 1997). The emphasis is on rural
schools and rural school communities.

A recent study by the Appalachian

Educational Laboratory revealed that 25 percent of the nation's schoolchildren
attend classes in schools located in areas or small towns with a population of
25,000 or less. Even smaller towns of 2,500 or less comprise 14 percent of this
rural school population. The definition used by this organization to identify rural
schools is a conservative interpretation of the Census definition of places with
2,500 or fewer people. (Beeson and Strange, 2000)
In order for Oneida to provide the best teacher training experience
possible for the fifth year students, it is essential to discover if the former fifth
year students were prepared for their present teaching assignment after their
year in the Oneida schools. The isolated rural setting of the school system and
the population of students are not representative of the majority of schools in
Tennessee or the southeast.

Oneida has the desire to become a leader in

teacher preparation not only in small schools but for any future teaching
assignment the former intern might secure. Because not all fifth year teaching
interns have the opportunity to locate in a small rural school, it is necessary for

7

Oneida to prepare their teaching interns for any school setting of future
employment.

STATEMENT OF THE PROBLEM

Recent literature has revealed that the general public perceives that the
teacher education process does not adequately prepare new teachers for their
classroom assignments. As a result of these studies, Colleges of Education are
joining

with

surrounding

area

public

schools

to

become

Professional

Development Schools. This is a step beyond the reform in teacher preparation of
the yearlong internship.

The fifth year teacher training program was developed

in 1996 by the Holmes Group to address the problem of a lack of preparation in
the traditional nine to twelve week student teaching which had been the standard
for new teachers (National Commission on Teaching and America's Future,
1996).
The problem of this study will be to address: 1) Is the fifth year teacher
preparation program in a small rural school system sufficient for any location of
teaching assignment? 2) What is the depth of understanding of the Tennessee
Education Improvement Act mandates by classroom teachers? and 3) What is
the source of the methods, both on the site of the intern assignment and at The
University, that had the greatest influence on the teacher in the classroom?

8

RESEARCH QUESTIONS

The research questions in this study addressed teaching interns from
1991 through 1997 in a fifth year post baccalaureate teacher education program.
The five research questions are:
1)

What were the perceptions of teacher interns who prepared in a
small rural school system about the adequacy of their preparation
in relation to their present teaching assignment?

2)

What prepared the new teachers for content and curricular
instruction?

3)

What influenced the instructional methods they presently employ in
their classrooms?

4)

What is the understanding of these interns turned apprentice
teachers of the Tennessee Education Improvement act mandated
testing procedures for their students?

5)

What is the impact of the Value Added process of student test
scores on these apprentice teachers as reported by the Tennessee
State Report Card?

PURPOSE OF THE STUDY

The purpose of this study is to gain further understanding of the level of
preparation of fifth year teaching interns at The University of Tennessee for an
9

actual classroom teaching assignment.

A questionnaire was developed to

survey the forty-three former fifth year teaching interns in the Oneida School
System.

The results of the questionnaire and the following semi-structured

interviews revealed areas of need within the local public school system and
higher education in the preparation of fifth year teaching interns that may then be
addressed to strengthen the teacher preparation program at all levels of the
process.

SIGNIFICANCE OF THE STUDY

It is the intention of the study to identify the common elements, positive
and negative, former interns experienced during their year in Oneida.

This

information will be incorporated into the future training for the fifth year teaching
interns from The University of Tennessee in the three schools of the Oneida
School System. Other K-12 schools and teacher preparation institutions may
consider the findings in planning changes in their programs.

RESEARCH METHODS, PROCEDURES, AND ANALYSIS

The research method utilized was a questionnaire survey.

The

questionnaire was developed based on questions most asked in the related
school system by teaching interns from The University of Tennessee and first
year teachers from semester student teacher training programs who were
10

employed by the Oneida School System over the past six years.
included demographic

The survey

data, present teaching position, and adequacy of

preparedness in components of school classroom concepts relevant to school
reform in Tennessee. The survey also included information concerning the factor
most influencing the present teaching methods and strategies employed in the
current classroom.
The initial mailing of the questionnaire was sent to forty of the forty----~---"•·····

.....

-·-·.

three former UT teaching interns assigned to the Oneida Schools between 1991
and 1997. The initial questionnaire included a telephone interv1ew pern,ission
form.

A random sample of fifteen percent of the respondents agreeing to be

interviewed by telephone was conducted to go in depth on the topics covered in
the questionnaire.
The method of analysis was descriptive statistics for surveys, which
included the mean, rank, and number. The demographic data was reported in
numbers. The questionnaire was a Likert type scale with responses ranging from

1 for Strongly Disagree to 5 for Strongly Agree. The questionnaire responses
were reported by a weighted scale with assigned value of 5 for Strongly Agree to

1 for Strongly Disagree.

No value was assigned to the "not provided" (NP)

response since all respondents did not rate it. The influence ranking was also
reported by a weighted scale of 5 for the most influential to 1 for the least
influential. The semi-structured telephone interview responses were reported by
a summary of the comments to reflect the over-all representation of their intern
year experience. (Fink and Kosecoff, 1985.)
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DELIMITATIONS OF THE STUDY

This study examined enly--~~~-~hi~~-~ine_l~~ted teaching interns that were
placed in the Oneida School System over a six year period from 1991 through
1997.

Of the thirty-nine located former interns, a response was received from

twenty-seven, which is a response rate of 69.2 percent

This is a small segment

of the population of fifth year teaching intems placed in a wide variety of area
schools during this time span. The location of the school system is very rural and
the majority of parents are involved in all aspects of school activities.

LIMITATIONS OF THE STUDY

Potential weaknesses to the study are:

.,...

(/

1.

Honesty of the participants in answering the questionnaire.

2.

Length of time some participants may have been in an actual

/

~

classroom setting.

3.

Researcher bias may affect the analysis and interpretation of
data.

ASSUMPTIONS OF THE STUDY

(\1
The stucfyl.sssumes that the participants entered the teaching profession
___

-~

---

---------

•

••••

•••--•-•••-·••••P-••••-••·•

•••v·

•••

•·

'•

"'

••·••

•••~

-•

•

••'<

~.

after successfully completing the fifth year teaching internship program. Another
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/;~)

assumption is that th~~rticipants

responded honestly to the questionnaire and

the follow-up interview.

DEFINITION OF TERMS

Apprentice Teacher. A teacher in the State of Tennessee with one to three
years teaching experience.
Education Improvement Act: The educational reform act of 1992 passed
by the Tennessee State Legislature in response to the Small Schools Law Suit to
equalize the funding for all schools in Tennessee.

(General Assembly of The

State of Tennessee, 1992).
Fifth Year Teacher Training Program: The University of Tennessee
program for training teachers that includes a fifth year after a baccalaureate
degree has been granted in an approved academic area.

(Cagle and

Heathington, 1988).
Professional Development School: A local school within a school system
that works in a cooperative agreement with a teacher training institution to bring
the teacher training process into the actual school setting. Teachers from the
local school are employed as mentors and instructors within the school site.
(Million and Vare, 1997).
Tennessee

Comprehensive

Assessment

Program

(TCAP):

The

accountability portion of the EIA which includes: 1) A spring achievement test for
grades 2-8 from 1991 through 1996. This grade span was changed in 1997 to
13

include grades 3-8.

2) A competency test for grades 9-12.

This test is

administered at the beginning of the 9th grade and can be taken by the student
twice yearly until a 70% competency is achieved in math and language arts. 3)
Writing assessment for grades 4, 8, and 11. This grade range was also changed
from the original and now is administered in grades 4, 7, and 11. (General
Assembly of The State of Tennessee, 1992).

ORGANIZATION OF THE STUDY

The study is organized into five chapters. Chapter I is an introduction to
the study, background of the problem, statement of the problem, research
questions, purpose of the study, significance of the study, research methods and
procedure, delimitations of the study, limitations of the study, assumptions of the
study, definition of terms, and organization of the study.
Chapter II is a review of related literature concerning teacher education as
a fifth year program, rural school education concerns, Tennessee state mandates
in education reform, influence on instructional methods, and a summary.
Chapter Ill describes the methods used in this study to locate, contact,
and collect information from former teaching interns in the Oneida School
System.

The methods used to develop the response questionnaire and the

follow-up telephone interview are described. Rational for the questions and the
information gathered are also included in this chapter. Analysis of the results

14

with the weighted scale on the Likert response items and the relationship to the
follow-up telephone interview is also described.
Chapter IV includes the presentation and analysis of the findings of the
intern questionnaire. The demographic section is reported which identifies the
age groupings of the former interns, the size of the community and school where
they are now employed, and the number of years they have been in the teaching
profession.

The influence factors on the former interns present teaching

practices are rated from the most to the least influence in a weighted scale. The
findings are discussed with the follow-up interview responses.
Chapter V presents a summary of the literature, intern questionnaire, and
the conclusions drawn from the questionnaire and the literature. A discussion of
the findings leads to recommendations for further study.

15

CHAPTER II

REVIEW OF RELATED LITERATURE

INTRODUCTION

This chapter is divided into five major groups in relation to the literature
concerning teacher education. The introduction is an overview of the chapter
with a description of the literature reviewed for the study. The literature is divided
into teacher education, the Holmes Group, the change to the fifth year teacher
education program at The University of Tennessee, Knoxville, the intern program
in the Oneida School System, and finally the formation of a Professional
Development System within the Oneida Schools, which is considered a rural
school district. The Rural School and Community Trust and the United States
Government definition of a rural school is that of one serving an area of 2,500
people or less. (Beeson and Strange, 2000) According to the census taken in
the year 2000, the Town of Oneida has 6,400 but the Oneida Special School
District is an area of less than 2,500 inhabitants. The Oneida School District has
boundaries set by the charter when the district was established in 1915. The
Town of Oneida has extended the city limits over the past years, therefore the
school district is smaller than the actual city limits of Oneida.
Materials reviewed for this study were books, articles, studies, government
publications, special reports, meetings, and newspaper articles. A search was
16

conducted through the library service of ERIC to locate material in this area. The
results included studies done at The University of Tennessee in the area of the
fifth year teaching program.

TEACHER EDUCATION IN THE UNITED STATES

This section is an overview of the development of teacher training and
teacher education in the United States from 1823 to the present day. Teacher
education has been a part of professional training for persons entering this
profession since the first documented school for training teachers in a private
setting in Concord, Vermont in 1823. Samuel R. Hall was the person who began
this training. This was a private teacher training or normal school established for
training school masters for conducting lessons at local schools. The length of
stay at this time was only one winter season or sometimes two seasons. These
schoolmasters were not dedicated to the profession and there was no place for
formal training.
The next phase of teacher training began when Cyrus Pierce opened a
normal school in Lexington, Massachusetts, in 1839. This normal school was a
public facility for the training of teachers. There were only twelve public normal
schools in the country at the time of the Civil War. Teacher training institutions
were not a common form of schooling at this time.

Most school districts

employed a male college student who was home for a three-month winter
vacation to conduct classes. These schoolmasters had little or no interest in
17

teaching and the methods employed were listening to recitations, memorization,
and drill.

Strict discipline was enforced and was of more concern than the

learning that was taking place.
This was also the year that normal schools were opened to publicly train
females for the teaching profession. In 1873, the University of Iowa established
the first permanent university chair of education. (Tell. 1997)
The New York College for the Training of Teachers opened in 1887. It
was renamed Teachers College in 1892. In 1896, John Dewey founded the
laboratory school at the University of Chicago. The requirement of a fifth year for
secondary teachers was introduced in California in 1905. (Tell, 1997)
The voluntary accreditation process for higher education teacher training
institutions began in 1917 with the establishment of The American Association of
Teachers Colleges, which became the American Association of Colleges for
Teacher Education. This group established an accreditation system in 1923 that
later became the basis for the National Council for Accreditation of Teacher
Education. (Tell, 1997)
School and campus based teacher educators formed The Association of
Teacher Educators in 1920 for the improvement of teacher education for both
groups involved. The baby boom of the 1950's saw a need for more teachers in
the public schools that in turn led to a renewed interest in teacher training
changes. In 1954, The National Council for Teacher Accreditation, NCATE, was
founded. (Tell, 1997) The launch of Sputnik by the Russians in 1957, led to the
emphasis on science and math programs for teachers through out the United
18

States. These subjects became the focus of federal programs in the 1960's War
on Poverty.
The turbulent years of the 1960's led to federal programs for teacher
training such as the National Teacher Corps and Trainer of Teacher Trainers
programs.

Both of these efforts were closely connected to school reform and

disadvantaged students. (Tell, 1997)

Two major federal programs were

established to focus on disadvantaged students.

President John F. Kennedy

began this movement with the Peace Corps, a program established to provide
aid to impoverished areas using volunteers. These volunteers would commit to a
predetermined length of time for assistance in these areas.
The next movement was the War on Poverty during the administration of
President Lyndon B. Johnson. This movement directly affected teachers and
education in the United States. The Elementary and Secondary Education Act
(ESEA), commonly known as Title I, came from this movement. This was the
dominant federal education program at that time. Also a part of this movement
was the Eisenhower Professional Development teacher training program known
as Title VI. This was specifically for training teachers in math and science. Title
11was for the purchase of math and science materials.

With the publication of Educating a Profession in 1976, traditional teacher
education programs began to be criticized for inadequate preparation of new
teachers for the teaching profession. This report called for field based training at
campus school programs and extended training programs.
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Teachers were

admonished to become lifelong learners and inspire students to also become
lifelong learners.
A Nation At Risk: The Imperative for Educational Reform was published in

1983 by the President's Commission on Excellence in Education. This study
brought attention to many of the inadequacies in the public education system.
The most familiar quote from this publication was that "America is drowning in a
rising tide of mediocrity." (A Nation at Risk) Two years later, in 1985, A Call for
Change in Teacher Education, was released by the National Commission for

Excellence in Teacher Education. This report gave areas of change needed in
teacher education. (Tell, 1997)
1986 marked the beginning of major reform in teacher education and
preparation with the release of the Carnegie Corporation's Task Force on
Teaching as a Profession document, A Nation Prepared: Teachers for the 21st
Century. The goals of this forum were:

•
•
•
•
•
•
•

creating a national board of standards
making the school a more professional environment
restructuring the teaching force
requiring a bachelor's degree as a prerequisite to professional teaching
programs
preparing minority youth as teachers
relating teacher incentives to student performance and providing
necessary resources
making teacher salaries competitive with those of other professionals.
The next group, which has had a lasting influence on teacher preparation,

was the Holmes Group based in East Lancing, Michigan.
Tomorrow's Teachers in 1986.

It published

This book called for the transformation of

university instruction in teacher preparation. (Tell, 1997)
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John Goodlad published Teachers for Our Nation's Schools in 1990. This
was the largest study of teacher education ever conducted at that time. In 1996
The National Commission on Teaching & America's Future released the study
dealing with recruitment, preparation and continued support for teachers in the
document, What Matters Most: Teaching for America's Future. (Tell, 1997) This
document is the most referenced study in the preparation of the questionnaire
developed to gather information for this paper. This report has also been the
most referenced work in research articles written since it was published in 1996.
The findings in the report, What Matters Most, were that teacher
knowledge was important to student achievement, the mentor teacher had the
most influence on the present practices of the teacher, a strong mentor program
helped retain teachers for more than five years, and technology training is
necessary for teachers to utilize it fully.

Teachers are no longer importers of

facts for students. The changing world of the 21 st century demands students be
able to process information in a manner that can be related to the ever changing
needs of future employment in a global society.

"Because of this, America's

future depends now, as never before, on our ability to teach. If every citizen is to
be prepared for a democratic society whose major product is knowledge, every
teacher must know how to teach students in ways that help them reach high
levels of intellectual and social competence. Every school must be organized to
support powerful teaching and learning. Every school district must be able to find
and keep good teachers. And every community must be focused on preparing
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students to become competent citizens and worker in a pluralistic, technological
society." (National Commission on Teaching and America's' Future, 1996)
The study led this Commission to three statements:
1. What teachers know and can do is the most important influence
on what students learn.
2. Recruiting, preparing, and retaining good teachers is the central
strategy for improving our schools.
3. School reform cannot succeed unless it focuses on creating the
conditions in which teachers can teach, and teach well.
(National Commission On Teaching and America's Future,
1996)
Studies in recent years have proved teacher knowledge of a subject is the
most important factor in student achievement. The best combination is a teacher
with a deep understanding of the subject matter and who possesses the skills to
motivate and help all students master the subject material. Teacher education
has just

recently begun to attract and keep brighter students.

The

professionalism now associated with teaching, even though the salaries are far
below other professions, has helped attract these students.
The report addresses all aspects of teaching from student expectations
to building organization for optimum learning. The focus of teacher preparation
begins with comparing the world around us and how the job market has changed.
Teacher preparation has remained unchanged in many areas. Teachers can
improve standards only when the programs preparing them change to meet the
need of current classrooms.

Theory and practice remain disconnected and

student teaching is limited to one semester or less. The first year in a classroom
is often a stressful and disastrous experience. "Thus, they reverted to what they

22

knew best: the way they themselves had been taught.

Breaking this cycle

requires educating teachers in partnerships with schools that are becoming
exemplars of what is possible rather than mired in what has been." (National
Commission on Teaching and America's Future, 1996)
The Commission made five recommendations in this report:
I.
II.
Ill.
IV.
V.

Get serious about standards for both students and teachers.
Reinvent teacher preparation and professional development.
Fix teacher recruitment and put qualified teachers in every
classroom.
Encourage and reward teacher knowledge and skill.
Create schools that are organized for student and teacher
success. (National Commission on Teaching and America's
Future, 1996)

All five of the recommendations are vital to the teaching profession.
Establishing

standards

is the common theme

found

in each

of the

recommendations. Recommendation number two is directly related to teacher
preparation. The Commission directly links teacher education and professional
development with yearlong internships and a strong mentoring program. New
evaluation procedures would include a performance-based component, again
based on National Board Standards. All recommendations are made without
sources for funding. This places the burden on local districts and universities,
both of which are underfunded, in the State of Tennessee.
As a result of the Tennessee EIA of 1992, the State Board of Education
developed an Master Plan for Tennessee Schools each year to state goals for
state education and monitor the progress of schools and the state toward
achieving these goals. There are nine key result areas listed with a goal for each
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result area.

Key result area 5 is Professional Development and Teacher

Education. This goal states, "The teaching profession will attract well qualified
individuals who complete strong professional preparation programs and continue
to grow professionally."

In 1996, strategy 4 was "improve the pre-service

classroom experience of teacher and administrator candidates by implementing
the Board's Teacher Education Policy, promoting internships, implementing
professional development schools, and improving partnerships between higher
education and schools." Funding sources were listed as "existing budget and
Goals 2000." (Tennessee State Board of Education, 1996)
The report for 2000 had moved this strategy from number 4 to number 2,
"Continue to improve teacher and administrator preparation by implementing the
Board's

Teacher

Education Policy, promoting

internships,

implementing

professional development schools, and improving partnerships between higher
education and local schools. Develop a policy regarding performance based
evaluation

of candidates and program approval of teacher

preparation

institutions. Provide data to teacher preparation institutions on the effect of their
graduates on student learning." The funding source is listed as "existing budget."
(Tennessee State Board of Education, 2000)

THE HOLMES GROUP

As a result of the research and publications after A Nation At Risk, the
Holmes Group published Tomorrow's Teachers in May, 1996.
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The Holmes

Group was a consortium of top research universities with professional education
programs. Three issues had developed as a result of the Nation At Risk reform
movement:
1. Schools of education were being eliminated at some of the nations
strongest universities. The rational was to eliminate the education
programs to strengthen other, supposedly more worthy, programs.
2. The movement among these universities and policy makers was to
leave the education of teachers to colleges and universities of lesser
rank, many of which were not accredited.
3. Other groups, apart from schools of education, did not believe that
teacher education groups had made a difference in teacher education
or that they had the potential to do so in the future. (Holmes Group,
1986)

The main reason for the Holmes Group was to counteract the demotion of
teacher education and create a profession of education. The members were
committed to make schools of education matter in the profession and to attempt
to reverse the trend in the education of teachers.
"The members of the Holmes Group saw two general lines of attack on the
problem:
1. strengthening the connections of the education school to the rest of
the university, particularly to the colleges of arts and sciences,
2. strengthening the links with allies and partners in the profession
itself-teachers,
specialists, administrators, et al., and their
representatives." (holmespartnership.org)
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The goals of this new group were to
• change the way teachers are educated,
• help construct a true profession of teaching.
• cooperate with school people in inquiry that transforms the schools
• and, restructure colleges of education to achieve these ends.
(holmespartnership.org)
Three

publications

from

the

Holmes

Group

led

to

the

recommendation of changes from this first identification of issues in teacher
education. Tomorrow's Teachers was published in 1986. The recommendations
from this publication emerged in the form of five major goals. The first of these
goals was to make teaching intellectually sound by requiring prospective
teachers to have a liberal arts foundation with a bachelor's degree in an
academic subject. The members of the Holmes Group developed new education
schools, not to a prescribed structure, but to be developed to meet the needs of
each member school.
The second goal was to recognize differences in teachers' knowledge,
skill, and commitment. This goal recognized the value of experienced teachers
in schools to assist in the induction process of new teachers. This would also
give experienced teachers a new role in their schools as they assumed
leadership positions with teams and groups to make curriculum decisions in their
schools.
The third goal was create relevant and intellectually defensible standards
of entry into teaching. This goal addressed the testing of prospective teachers
with a variety of evaluation methods. The group did not recommend a heavy
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emphasis on standardized tests.

They did not want to discourage minority

candidates from pursuing a career in teaching.
Goals four and five were to connect schools of education to the public
schools, and make schools better places for practicing teachers to work and
learn. The formation of Professional Development Schools, "which are regular
but ambitious public elementary and secondary schools where novice teachers
learn to teach and where university and school faculty members together
investigate questions of teaching and learning that arise in the school."
(Tomorrow's Teachers) The training of new teachers was not the only emphasis
for the Holmes Group. They also recommended the professional training of
administrators be revised in order to be a better partner with school and
university faculty. (Holmes Group, 1986)
The focus of the second book published by the Holmes Group,
Tomorrow's Schools, was a guide for the design of a Professional Development

School. (Holmes Group, 1990)
The third book, Tomorrow's Schools of Education, was published in 1995.
This publication focused on the way higher education must change in order to
accomplish the goals of the first two books. These changes are listed as a new
curriculum, new faculty, new pedagogy, and new students.

These would all

come together to create a setting that would provide the new teacher with a
working professional experience. The model came from the concept of teaching
hospitals where doctors were trained in an actual clinical setting. The other
changes would be in the instructional setting and groups, research and
27

scholarship, and partnerships.

Research, which is the main objective of a

university, was incorporated into the school setting.

This research, both

qualitative and quantitative, has given new insight to life in a school classroom.
New partnerships should to be formed with other departments in the university
setting. In order to bring about changes in the schools of education, stronger ties
were needed with the faculty in the rest of the university. (Holmes Group, 1995)
These three publications, covering ten years, show a progression of the
professionalism of teacher education. The first book focused on strengthening
the base knowledge of prospective teachers. The next step was linking the more
aware novice teacher with strong schools for an intense time of preparation for
becoming lifelong learners and sharing this knowledge with students. The final
step was the changes needed in higher education to achieve these goals. This
strong step recommended a new curriculum and a new faculty, one that was
equally at home in the schools and the university setting. This was a drastic
move from the traditional teacher education faculty of the past. This step is still
in the embryonic state at many university settings and is waiting for nourishment
to grow into the Professional Development School concept advocated by the
Holmes Group.
In 1996, one year after the publication of Tomorrow's Schools of
Education, the Holmes Group formed the Holmes Partnership with seven other
professional organizations "to advance a reform agenda for the education of
professionals who work in the schools." (holmespartnership.org)
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This group has adopted six new goals to continue the advancement of teacher
education. These goals are:
1.
2.
3.
4.
5.
6.

High quality professional preparation
Simultaneous renewal
Equity, diversity and cultural competence
Scholarly inquiry and programs of research
Faculty development
Policy initiation (holmespartnership.org)

These goals represent a new focus on all partners in the education of our future
teachers.

THE UNIVERSITY OF TENNESSEE FIFTH YEAR PROGRAM

The University of Tennessee was one of the original colleges to be a part
of the Holmes Group when this organization was formed in 1986. As result of
this consortium membership, the College of Education began a change in the
teacher education program. The shift was from a four-year degree program in
elementary or secondary education with a semester of student teaching to a
liberal arts degree with a fifth year for teacher education.
Memphis State, now The University of Memphis, had the year long intern
program but has gone back to the semester student teaching plan, leaving The
University of Tennessee, Knoxville, the only year long teacher education program
in the State of Tennessee. There were doubts that such a program would be
competitive in the state because of schools in the area offering the four-year
education major.
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In 1979, changes occurred in the teacher candidacy guidelines with the
entry level basic skills test requirement. There was an exit test requirement in
1983. Students had to have a grade point average of 2.5 beginning in 1982.
Students were also "required to establish and maintain a grade point average of
2.5 and 2.8 in major and professional courses, respectively." (The Claxton
Educator, 1991)

In 1985, teacher education candidates began an interview

process to be admitted to the program. "The board of admission exists in each of
the College of Education's initial teacher licensure fields.

Each board is

composed of a school teacher, a college of Education faculty member, a faculty
member from the greater university, and an advanced student." (The Claxton
Educator, 1991) There are presently twenty primary teaching fields or licensure
areas for future teacher education students to choose.

The number of students

has increased each year and applicants may interview with more than one unit.
The University of Tennessee and the public schools participating in the
surrounding area are known as the Tennessee Valley Professional Development
Consortium. There are twelve participating schools for the 2000-2001 school
year listed in the current directory.

The Oneida/Scott County K-12 Rural

Teaching Program is the only system wide Professional Development School
program in the College of Education PDS family.
The initial employment rate of teachers completing student teaching was
48% in 1998 while 70% of interns completing the yearlong program were
employed. (Cagle, 1998) A 1993 study, An Exploratory Study To Determine

Principals' Perceptions Concerning the Effectiveness of a Fifth-Year Teacher
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Preparation Program, reported area principals found the new fifth year program
favorable to the semester long student teaching concept that was a part of the
four year education program. (Dyal, 1993)

RURAL SCHOOLS

Education

issues

in rural

schools

and

rural

areas

have

been

overshadowed by urban educational problems. Researchers are now looking at
rural schools and the students they serve. The Rural School and Community
Trust published a report of rural schools in August 2000, titled Why Rural

Matters: The Need for Every State to Take Action on Rural Education. This
report reveals that 25% of children in America attend public schools in rural areas
or small towns. (Beeson and Strange, 2000)
Policy for rural education is not a priority in the United States and in the
individual states in general.

Policies tend to be directed at large, urban and

suburban schools. Rural schools have their own set of problems, many of which
cannot be addressed by existing policies.

"While they have many of the same

needs as other schools, they also face some problems that are different, creating
challenges for policymakers." (Beeson and Strange, 2000)
Among these special problems:
•

•

recruitment and retention of rural teachers, principals, and administrators
is strained by professional isolation and chronically lower salaries than
larger schools in larger places;
long bus rides eat away at children's time for study, play, and family,
while high transportation costs whittle away at funds for instruction;
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•
•
•

teachers are expected to teach both in and out of the field in which they
are certified;
high per-pupil costs contrast low levels of discretionary spending; and
distance and sparsity make these schools last to be connected to the
digital world that might help solve the curricular problems associated with
distance and sparsity. (Beeson and Strange, 2000)
Two scales were used in the Why Rural Matters report to rate state

involvement in rural education, the Rural Importance Gauge and the Rural
Urgency Gauge.

In the Rural Importance Gauge, eight indicators are

considered. These indicators are:
•
•
•
•
•
•
•
•

percentage of the state's population living in rural places
number of people living in rural places
percentage of public schools in rural areas
percentage of students enrolled in rural schools
percentage of students enrolled in rural schools who are minorities
ratio of average number of rural students to average number of grades in
rural schools
percentage of all students who attend small rural schools
percentage of rural children in poverty(Beeson and Strange)

The Rural Urgency Gauge is used to show state policymakers the need for
explicit rural education policies. There are eleven indicators in this gauge. They
are:
•
•
•
•
•
•
•
•
•

average rural teaching salary
difference between average rural teacher salaries and teacher salaries in
the rest of the state
percentage of students who are free-lunch eligible, 1997-1998
percentage of rural communities scoring below national average on
Education Climate Index
average rural student-to-teacher ratio
percentage of rural householders with less than 12 years of school and no
diploma
percentage of rural schools with Internet access, 1997-1998
percentage of out-of-field teachers who are in rural schools
average percentage of rural school expenditures spent on instruction
32

•
•

percentage of rural schools with declining enrollment of ten percent or
more
the percentage of the state's population living in rural places (Beeson and
Strange)
All fifty states were rated on these two gauges according to their rural

population and the number of schools serving children in rural areas.
Tennessee and four other Southeastern states rated "urgent" on the Urgency
Gauge but only "crucial" on the Importance Gauge. Tennessee has 39.1% of the
population living in rural areas, with 18.8% of students attending rural schools.
Using 1993 data, the average teacher's salary is $4,364 lower than salaries in
other parts of the state. (Beeson and Strange, 2000) Teaching in rural schools
has unique problems and advantages. Some of the problems are lower salaries,
teachers can become professionally isolated, distance and sparsity can lead to
more difficulty connecting to Internet, and teachers may have to teach out of
field.

One advantage to rural schools is they are small with a sense of

community where students, teachers, parents and administrators know each
other. Future teachers training in rural areas have the experience of working in
small schools with community involvement. All the above factors combine to
create a unique experience for beginning a teaching career in the Oneida
Schools. These qualities are found in the Oneida Schools as is revealed in the
study by Howley and Harmon.
Appalachian Educational Laboratory is a regional clearinghouse for
information and assistance concerning rural educational issues.

A recent

publication, Small High Schools That Flourish: Rural Context, Case Studies and
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Resources, by Craig B. Howley and Hobart L. Harmon, featured four rural high

schools in locations across the United States that have survived and continue to
progress. Oneida High School was one of the featured schools. The findings of
these case studies reveal the importance of maintaining community schools in
rural areas.

As schools follow the long established trend to consolidate and

become larger, there is now a move to break these large schools into small
learning communities.

Research has shown the importance of students and

teachers knowing each other and having a sense of identity. These studies show
the common theme of community and identity as important.
The study was conducted in December 1997 with more than 70 individuals
taking part in the structured interviews. The interviews were individual and in
focus groups involving teachers, students, parents. administrators, school staff,
school board members, business leaders, civic leaders and officials, and other
community members.

The story told by each of the individual and groups

interviewed was one of community pride and ownership in the school. Faced
with certain closure and consolidation because of deteriorating buildings and lack
of funds to correct the problem, the community united to raise the funds
necessary to maintain the school that was the center of the community.
The focus groups were held for parents, teachers, and students. The
characteristics of a good teacher, as listed by parents are:
1.
2.
3.
4.
5.

good morals
someone who can build, rather than tear down, character
someone who loves kids
responsible
ability to teach
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6. we prefer married teachers
7. happy because they're in Oneida
8. motivators
9. love their jobs
10. try new teaching ideas
11. participators (games, booster, volunteers)
12. someone who goes to church with us
13. if we hurt, we want them to hurt, too (Howley and Harmon, 2000)
These statements by parents reflect a traditional outlook that is not found in
many larger areas today.

The teachers interviewed also reflected the same

qualities listed by the parents.
The student focus group was asked the question of what constituted a
good school. The responses were:
1.
2.
3.
4.
5.
6.

prepares you for life
not just academics, but extracurricular stuff
teaches you how to be a good citizen
a school that shows you that you can excel
a school that's willing to help you through life
a school that you don't have to worry something bad is going to
happen
7. it's real community involved (Howley and Harmon, 2000)

Students understand the importance of academics. Parents and teachers also
regard academics as a high priority. Extracurricular activities are important and
students participate regularly and understand the combination of academics and
sports as contributing to the total community of learning.
The teacher focus group was comprised of about one third of the faculty,
which was eight teachers. The majority of them are from the area and chose to
return to their home county to teach.

The emphasis is on academics with

athletics being viewed as contributing to the total student. Students participate in
more than one sport but understand that academic obligations come first.
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They gave the leadership of the school and system a good rating. They
felt the school leaders had shifted many of the decisions directly involving them
back to the teachers. They are willing to take on extra duties and responsibilities
when it is necessary for the betterment of the school.

The problem of low

salaries was listed as a difficulty but all were aware that it is more than a local
problem. The teachers were concerned about the emphasis placed on testing at
the local and state level.
In conclusion, the researchers found that the disconnection of schools and
communities need not happen. The community is involved with the school and in
turn the school stresses community above global purposes.

The community

desires to educate students that will go away for higher education and return to
become a business, civic, and community leader.

ONEIDA SCHOOLS, INTERNS, AND PDS FORMATION

Why should UTK interns want to spend their year preparing to become a
teacher in the Oneida School System? Since April 1998, the system and schools
have been featured in a Knoxville News-Sentinel article, two magazine articles, a
book published by AEL, and a spot about UT during NCAA sports events. The
school has become known for good test scores on state assessments, sports
teams, and teacher participation in activities at the state and regional level.
Students choosing Oneida Schools have the support of the community as well as
the school staff.
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Oneida Schools began a relationship with The University of Tennessee
teacher education program in the early 1980's with field study groups observing
in classrooms and the traditional nine or twelve week student teaching. The first
yearlong intern was one elementary position in 1990-1991 school year. This was
just two years after the yearlong program began at The University of Tennessee
in Knoxville.

In the spring of 1998, a meeting was held with Oneida

administrators and teacher education staff from The University of Tennessee to
begin the Professional Development School partnership. The classification of
this program is now the Oneida/Scott County K-12 Rural Teaching Program.
Interns may choose from the elementary school, middle school, or high school for
placement during a school year. Interns are given the experience in grade levels
and subject matter to meet the State of Tennessee certification requirements.
The required education classes are held in Scott County and electronic
communication is used to keep students in touch with the UTK campus. All
interns meet together each week for class and have the opportunity to share their
experiences from classrooms. Students do not need to return to campus except
by their own choice. Most interns live in the community and become a part of
activities there. As reported by Howley and Harmon, this is an important part of
small rural school life.
The review of related literature reflected drastic changes in teacher
preparation since 1986 in some locations across the United States. There was
little change during the 163 years before that date. The recommendations of the
Holmes Group and the Carnegie Foundation reports of 1986 resulted in the
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formation of Professional Development Schools at some major teacher education
institutions.

This was a program to involve local school districts and the

universities in a yearlong preparation program for new teachers. All respected
authorities in the field of teacher education advocate this change. The major
obstacle to this change has been funding at the federal, regional, state, and local
level.
The University of Tennessee at Knoxville has made such a move by being
one of the original members of the Holmes Group consortium. This has been
successful because of the dedicated faculty and committed partnership schools
in the area. Funding is still the major issue at this regional level.
A statement from the report, What Matters Most, Teaching for America's
Future, may summarize the best scenario for the future of teacher preparation:
"The best of these efforts involve beginners in yearlong internships at
'professional development schools' before they are hired, at which point they are
assigned to an experienced mentor who works intensively with them during their
first year of teaching."(National Commission on Teaching and America's Future,
1996)
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CHAPTER Ill

METHODOLOGY

INTRODUCTION

This study examined the readiness of former University of Tennessee
teaching interns in the Oneida School System for the teaching position they now
hold. The population for the study was from The University of Tennessee interns
choosing the Oneida School System from 1991-1992 through 1996-1997 school
years. During this time span, 43 interns were assigned to the schools. Of the
original 43 interns, 40 were located with current addresses. Three interns could
not be found from addresses and phone numbers from personnel sheets
completed at the time of the internship. One survey was returned with "current
address unknown."

Thirty-nine interns were contacted with twenty-seven

responding with completed surveys.

Follow up telephone interviews were

conducted with four individuals completing the telephone interview consent form.
These were from the years with more than one intern, which were 1992-1993
through 1995-1996.
RESEARCH QUESTIONS

The research questions in this study addressed teaching interns from
1991 through 1997 in a fifth year post baccalaureate teacher education program.
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The five questions are: 1) What were the perceptions of teacher interns who
prepared in a small rural school system about the adequacy of their preparation
in relation to their present teaching assignment?

2) What prepared the

apprentice teachers for content and curricular instruction? 3) What influenced
the instructional methods they presently employ in their classrooms? 4) What is
the understanding of these interns turned apprentice teachers of the Tennessee
Education Improvement Act mandated testing procedures for their students?

5)

What is the impact of the Value Added process of student test scores on these
apprentice teachers as reported by the Tennessee State Report Card?

DATA COLLECTION

A four-page survey was developed, with assistance from Dr. Judy Boser,
in The University of Tennessee College of Education, to collect the needed data
from forty-three former interns in the Oneida Special School District from the
1991-1992 through the 1996-1997 school years. Of the 43 interns assigned to
the schools during the time span, 40 were located with a current address. Only
three former interns could not be found from addresses and phone numbers on
the personnel sheets that were completed at the time of their internship with the
school system.
The first survey mailing was to the 40 former interns with current
addresses.

This survey was mailed with a return envelope and a telephone

interview consent form. During the first two weeks after the initial mailing, 19 of
40

the surveys were returned.

Only one was returned with "current address

unknown." A second mailing was sent two weeks after the first mailing to the
twenty former interns who had not responded. Eight more surveys were returned
,from this mailing. A third mailing was sent 4 weeks after the initial mailing to the
12 former interns who had not responded to the first and second mailing. No
further surveys were returned from this final mailing. A total of thirty-nine interns
were contacted with twenty-seven responding with a completed survey. This
was a response rate of 69.2%.
The first page of the survey was used to collect the demographic data.
The second and third pages of the survey were designed in a Likert Scale to
determine perceptions about the intern experience and knowledge of Tennessee
mandates. The fourth page consisted of a ranking of statements from 1 through
6 and an opportunity for comments from the respondents. These statements are
a reflection of the five research questions stated in the above paragraph. A
telephone interview consent form was included in the survey to offer the
respondents an opportunity to be interviewed by telephone following the
telephone interview guide.

All interviewees would have the opportunity to

respond to the same ten open-ended questions that expand the responses
offered in the original four-page survey. Fifteen percent of the returned surveys
were the number of former interns to be interviewed.

The consent forms were

numbered in the order they were returned and stratified by year of internship. To
insure anonymity, a single sample was taken from years with more than three
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respondents, which were the years 1992-1993 through 1995-1996, a total of four
for telephone interviews.
The demographic information page consisted of eleven questions. The
first nine questions were used to determine the gender, age, years of teaching
experience, subject or grade taught, relationship of internship experience to
present teaching position, size of the community, grade span of the school of the
current teaching assignment, and current school enrollment.

The last two

questions were to gain information about employment the year after the
internship and the area of that employment.
The second and third pages of the survey were 21 questions arranged in a
Likert Scale ranking the question responses from 1 for Strongly Disagree to 5 for
Strongly Agree.

There was also a NP for areas of instructional emphasis not

provided or not applicable during the internship. These questions were to gather
the information related to the five research questions of this study.

The first

question was, What were the perceptions of the teaching interns from 1991
through 1997 in a fifth year program who prepared in a small rural school system
about the adequacy of their preparation in relation to their present teaching
assignment?

Thirteen items of the twenty-one questions on the questionnaire

were in response to this statement. The fourth and fifth research questions were,
What was the understanding of new teachers of the Tennessee Education
Improvement Act mandate testing procedures for students and what is the impact
of the results of these student tests on teachers as reported by the yearly student
achievement through the Value Added process?
42

Four of the twenty-one

questions were related to this statement.

The second and third research

questions were, What prepared the new teachers for content and curricular
instruction and what influenced the instructional methods they presently employ
in their classrooms?

Five of the twenty-one questions were responses to this

statement.
The telephone follow-up interview format was to gain more in depth
information through an open-ended response· survey. Ten structured questions
were formulated from the problem statement and research questions that would
give the former interns an opportunity to express their thoughts about the
internship in the Oneida Schools and gain more information about their present
employment.
The first research question, What were the perceptions of the teaching
interns from 1991 through 1997 in a fifth year program who prepared in a small
rural school system about the adequacy of their preparation in relation to their
present teaching assignment? Telephone interview questions 1, 2, 3, 4, 5, 6, 7,
and 8 were (8 questions) were responses to this question. The second and third
research questions, What prepared the new teachers for content and curricular
instruction and what influenced the instructional methods they presently employ
in their classrooms?

Telephone interview questions 1, 2, 3, 9, and 1O (5

questions) were responses to this question. Questions 1, 2, and 3 were related
to research questions one, two, and three. There were no telephone interview
questions related to the fourth and fifth research questions, What was the
understanding of new teachers of the Tennessee Education Improvement Act
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mandate testing procedures for students and what is the impact of the results of
these student tests on teachers as reported by the yearly student achievement
through the Value Added process? This research question was not addressed in
the telephone interview because of the chance the interviewee would not be
teaching in the state of Tennessee.

The possibility of addressing this issue

remained open if the former intern wished to pursue that line of discussion.

DATA ANALYSIS

The raw data were organized in five sets for analysis: demographic
information, responses to the twenty-one question survey, influence ranking,
comments,

and interview responses.

The demog_raphic_information was

analyzed
by percent of respondents
in
each of the six years of the study and
..
.
.
.

'

., .

.

.

·•

'•·

percent of respondents in each of the demographic ar~as, which include gender,
age, teaching experience, present school information, and present employment
status. (Fink and Kosecoff, 1985)
The responses to the twenty-one question survey were analyzed using a
weighted scale to find the mean for the survey items related to each research
question. The mean was analyzed for all twenty-one questions in the Likert scale
portion of the survey to determine the areas in which the former interns felt more
prepared and the areas they felt least prepared.
The influence rating data were also analyzed using a weighted scale to
find the mean of the responses.

These rankings were compared with the
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corresponding item on the Likert scale survey.

The comments from the

respondents and the telephone interview responses were summarized by
frequency of responses in related areas.

SUMMARY

Both qualitative and quantitative re~~~rch methods were used in data
collection for this __
§tqqy.
--

-,. '·•• ,,_

v.---~••' .•-~-•

-·• ,, • ~·

•

A survey was developed to collect the qualitative

•

information from the selected population. A semi-structured telephone interview
was used to collect the quantitative data. Descriptive analysis was used to report
--------

the findings_c::,fth~ ~_urvey~.(Fink and Kosecoff, 1985)
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CHAPTER IV

FINDINGS OF THE STUDY

INTRODUCTION
The problem of this study addressed: ·..-..._
1-,...
f Is the fifth year teacher
...

preparation program in a small rural school system sufficient for any location of
teaching assignment? 2):What is the depth of understanding of the Tennessee
/

Education Improvement Act mandates by classroom teachers? and 3) What is
the source of the methods, both on the site of the intern assignment and at The
University, that had the greatest influence on the teacher in the classroom?
The research questions in this study addressed teaching interns from
1991 through 1997 in a fifth year post baccalaureate teacher education program.
The five research questions are: 1) What were the perceptions of teacher interns
who prepared in a small rural school system about the adequacy of their
preparation in relation to their present teaching assignment?. ...........
2) What prepared
,,,·

the new teachers for content and curricular instruction?.. 3) What influenced the
'--...--·.
instructional methods they presently employ in their classrooms? (,4)What is the
............
~·'

understanding of these interns turned apprentice teachers of the Tennessee
Education Improvement Act mandated testing procedures for their students? 5)

',,

What is the impact of the Value Added process of student test scores on these
apprentice teachers as reported by the Tennessee State Report Card?
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A four-page survey was developed to collect the needed data from fortythree former interns in the Oneida Special School District from the 1991-1992
through the 1996-1997 school years. Of the 43 interns assigned to the schools
during this time span, 40 were located with a current address. Only three former
interns could not be found from addresses and phone numbers on the personnel
sheets that were completed at the time of their internship with the school system.
The first survey mailing was to the 40 former interns with current addresses.
This survey was mailed with a return envelope and a telephone interview consent
form. During the first two weeks after the initial mailing, 19 of the surveys were
returned.

Only one was returned with "current address unknown." A second

mailing was sent two weeks after the first mailing to the twenty former interns
who had not responded. Eight more surveys were returned from this mailing. A
third mailing was sent 4 weeks after the initial mailing to the 12 former interns
who had not responded to the first and second mailing. No further surveys were
returned from this final mailing.

A total of thirty-nine former interns were

contacted with twenty-seven responding with a completed survey. This was a
response rate of 69.2%.

DEMOGRAPHIC INFORMATION

The first section of the survey was designed to collect the demographic
data from the twenty-seven returned surveys of the interns who were placed in
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the Oneida Special School District from 1991-1992 through 1996-1997. (See
Table 1, page 49.)
The first and last year of the survey only had one intern for the system.
The most interns placed in the system were the years of 1992-1993 and 19931994. There were 13 interns each of the two years. Seven interns were in the
system in 1994-1995 and eight were placed in the system in 1995-1996.
The first and second questions identified the gender and age of the
respondent.
The survey was completed and returned by six male and twenty-one
female former interns. The second item was identification of age. This was
determined by age groupings of 20-29, 30-39, 40-49, and 50+. Twenty-four of
the respondents were twenty to twenty-nine years old. Two were thirty to thirtynine years old, and one was forty to forty-nine years old. There were none in the
fifty plus age group. The majority of the respondents were female in the 20-29
age group with 20 surveys being returned from this group.

Teaching Experience

The third item asked if the intern taught during the 1997-1998 school year.
Twenty-one of the respondents replied yes and six no. This was 78% of the
respondents presently holding a teaching position. The six who did not teach
were all female and in the 20-29 age group.
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Table 1. Demographic and Experience Distribution

Distribution of Interns per school year - 1991 through 1997 and number and percent of responses.
Year

Number of
Surveys Returned

Number of
Interns

1991-1992
1992-1993
1993-1994
1994-1995
1995-1996
1996-1997

1

1

13
13
7
8

9
9
3
4

1

1

Percent
100
69.2
69.2
42.8
50
100

Questions 1. & 2. Gender and Age of the Interns
Age
20-29
30-39
40-49
50+

Female
20
0

Male
4

2
0

1
0

0

Questions 3. & 4. Teaching assignments of the responding interns for the 1997-1998 school year.
Elementary K-4
Math 5-12
Language Arts 5-12
Science 5-12
Social Studies 5-12

6
6
6
2
5

Question 5. Previous grades or subjects taught.
Elementary K-4
Math 5-12
Language Arts 5-12
Science 5-12
Social Studies 5-12
Adult Literacy
Physical Education

13
3
6
2
2
1
1

Question 6. Years of classroom experience after the internship year.
6 years
5 years
4 years
3 years
2 years
1 year
Substitute teacher

1
9
5
3
5
3
1
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Item 4 was a listing of the grade level/subject(s) of the 1997-1998 teaching
assignments. The respondents were teaching in positions from kindergarten to
1ih grade. The teaching assignments were grouped by grade and/or subject
taught.

Fifth grade was included in the subject area grouping because the

schools

where

the

responding

teachers

were

employed

utilized

departmentalization.
Twenty-five respondents were employed in a teaching position during the
1997-1998 school year, which was 86.2% of the former teaching interns in this
study.
Item 5 was to list any previous grades/subjects taught, if any. Again, there
was a range from kindergarten through the 1ih grade. The fifth grade was again
included in the grouping of subject areas because of departmentalization in
schools at this grade level. There were 48% of the respondents were teaching in
grades K-4 elementary school setting.
Item 6 was the number of years of classroom experience after the internship,
including 1997-1998.
One respondent had been teaching for six years. Nine had been teaching
for five years. Five respondents had been employed four years. Three had been
teaching for three years. Another five had been teaching two years. Another
three had been employed one year.

One person had been employed as a

substitute teacher for one year. There were 55% of the respondents who had
been teaching for 4, 5, or 6 years. In Tennessee, this would be enough years
experience to gain tenure with a system.
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Present School Information

Item 7 was the location and community status of the school where the
former interns were presently teaching. The selections were rural, suburban,
inner city, and other. (See Table 2, page 52.)
Seventeen respondents, which is 63 percent, were teaching in a rural
community. This reflects the desire to continue in a setting similar to the intern
year experience, which is classified as a rural experience. The United States
Census definition of rural, which is a concentrated community of 2,500 or less,
(Beeson and Strange, 2000) was not included in the survey question. Two were
in a suburban setting. Five were in an inner city school setting. One was in a
special setting, not the regular public school setting, that included grades 6-12.
Item 8 was the grade span of the school of the present assignment. There
was no one in a K-2 school setting, which is considered a primary school. Eight
were in a K-8 school setting. Five were in the 6-8 middle school setting. Eight
were in the 9-12 secondary school setting.
Item 9 was the enrollment of the school of the present assignment. Ten
were teaching in a school of 500 or less. Seven were in a school of 501-750.
Two were teaching in a school of 751-1000. Four were in schools of 1001-1500,
and one was in a school of 1500 or more. There were 63% of the respondents
teaching in a school size under 750 students.
Item 10 asked if the intern taught immediately after completing the
internship. Twenty-four of the apprentice teachers taught the first year after
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Table 2. Present School Information from Interns.

Question 7. Location and size of the community and the school where presently teaching
Rural
Suburban
Inner city
Other

17

2
5

1

Question 8. Grade span of the school of present assignment.

K-2
K-5
K-8

6-8
9-12

0
8
4
5
8

Question 9. Enrollment of the school of the present teaching assignment.
500 or less
501-750
751-1000
1001-1500
1500+

10
7

2
4

1
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completing the internship and three did not. The reasons given for not teaching
were, "not offered a position" to "needing a break."
Item 11 asked the present occupation of the former interns if they were not
presently teaching. One person was a day care and after school care teacher.
Another person was a legal secretary. There was one who is a restaurant owner
with her husband who is a chef. One person was a stay-at-home mom.
The demographic data revealed the primary respondent was female
between 20 and 29 years of age, had been teaching four or more years, and
were teaching in a K-4 school setting with 750 or fewer students.

THE INTERNSHIP QUESTIONNAIRE

The Internship Questionnaire made up the second and third pages of the
survey. There were 21 questions arranged in a Likert Scale ranking the question
responses from 1 for Strongly Disagree to 5 for Strongly Agree. There was also
a NP for areas of instruction emphasis not provided or not applicable during the
internship. (See Table 3, page 54 .)
The first research question, What were the perceptions of teacher interns
who prepared in a small rural school system about the adequacy of their
preparation in relation to their present teaching assignment? Items 1, 2, 10, 11,
and 12 were related to this research question. (See Figure 1, page 55.)
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Table 3. Likert Scale

Twenty-one items were asked with a Likert Scale rating of:
1 -SD=

Strongly Disagree

2 - D = Disagree
3 - N = No Opinion (Neutral)
4-A

= Agree

5 - SA= Strongly Agree
NP = Not provided or not applicable during internship

Using the weighted scale of 1 for Strongly Disagree to 5 for Strongly Agree and
multiplying the number of responses

(rn) by the assigned weight, the following values were

assigned to each of the questions in the intern questionnaire.

The assigned weight was divided

by the number of respondents (n=27) to arrive at a scale number between 1 and 5, 1 being not
prepared to 5 being well prepared. The mean was calculated for each of the research question
areas.
1 X rn = SD
2Xrn=D
3Xrn=N
4Xrn=A
5 X rn = SA
0 X rn = NP
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The Intern assignment provided adequate:

Weighted Response

1. Overall preparation for my present position. SD

D

N

A

SA

NP

0

3

56

50

1

SA
60

NP
0

NP
1

1

Total for question 1 = 11O
2.

Preparation in classroom organization and
management.

SD
2

D
0

N
3

A
48

Total for question 2 = 113
3.

Preparation in curriculum alignment.

SD
1

D
4

N

A

SA

12

48

35

Total for question 3 = 100

4. Preparation in curriculum
development.

SD

D

1

6

N
9

A

SA

48

35

NP
1

Total for question 4 = 99
5. Preparation in understanding
the use of National
Standards in subject areas.

SD

D

N

A

SA

2

6

15

52

15

NP
1

Total for question 5 = 90
6. Preparation in understanding
the Tennessee subject matter frameworks

SD
2

D
6

N
6

A

SA

60

20

NP
1

Total for question 6 = 94

7.

Preparation in student test taking skills.

SD
2

D
0

N
3

A

SA
25

NP

A

SA

52

25

NP
0

72

1

Total for question 7 =102
8.

Preparation in understanding the State of
Tennessee testing process of student
assessment.

SD
2

D
6

N
12

Total for question 8 =97

Figure 1. Questionnaire
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The Intern assignment provided adequate:

Weighted Response

9. Preparation in understanding the Tennessee SD

D

N

A

SA

NP

10

24

28

0

3

A

SA

44

35

NP
0

44

SA
35

NP
0

A
40

SA
40

NP
0

SA
50

NP
0

SA

45

NP
0

SA
35

NP
0

SA
56

NP
0

Value Added Assessment Process for
Tennessee Teachers.
10. Training in the personal use of technology

4

Total for question 9
SD
D
N
15
1
6

=66

Total for question 10
11. Preparation for using technology in the
classroom.

SD
D
N
9
2
8
Total for question 11

12. Training for integrating technology into the SD
grade level/subject matter curriculum.
2

D
8

14. Preparation in meeting individual needs
of students in the classroom.

=99

Total for question 13

=111

SD
0

D
5

SD
1

D
16

SD
2

D
4

A
56

N
0

A
52

=107

N
15

Total for question 15

16. Preparation for the Tennessee Teacher
Evaluation Process of classroom teachers.

=98

Total for question 12
SD
D
N
0
1
4

Total for question 14
15. Preparation for special education
modifications for student
classroom activities.

A

N
9

PART A
13. Preparation in student learning styles.

=101

A

24

=91

N
6

A

28

Total for question 16 = 96
17. Opportunity to apply coursework theory in
the classroom.

SD

D

N

A

SA

NP

1

2

6

56

45

0

Total for question 17 = 11O

Figure 1. Questionnaire (Continued)
56

PARTS
The Intern assignment provided adequate:

18. Support from system administration.

Weighted Response

SD
0

D
4

N
0

SA

A

60

40

NP
0

Total for question 18 = 104

19. Support from building administration.

SD
1

D
0

N
0

Total for question 19
20. Support from the mentor teacher.

SD

D

2

0

N
0

Total for question 20
21. Support from the UTK staff.

SD
2

D
2

N
6

Total for question 21

A

SA

44

75

=120
A

SA

4

120

NP
0

=126
A

SA

32

56

=98

Figure 1. Questionnaire (Continued)
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NP
0

NP
0

Table 4. The adequacy of preparation in relation to the present
assignment.
Question

Statement
classroom

Means
organization

2

Preparation in
management

1

Overall preparation for my present position

4.07

10

Training in the personal use of technology

3.74

11

Preparation for using technology in the Classroom

3.6

12

Training for integrating technology into the grade
level/subject matter curriculum

3.6

Mean for research question 1

and

4.18

3.84

The respondents felt more prepared in classroom management and for the
present position they hold.

They felt less prepared for using technology

personally, using technology in the classroom, and integrating it into the
curriculum. The mean for this research question was 3.84. (See Table 4.)
Research question 2 asked, What prepared the new teachers for content
and curricular instruction? and was addressed by items 3, 4, 5, and 6. (See
Figure 1, page 55.)
In the area of curriculum, state and national frameworks, the interns
indicated they were less prepared.

Understanding national standards rated

lowest, 3.33 on the 5 point scale and curriculum alignment rated highest, 3.70 on
the 5 point scale. The mean for this research question was 3.55. (See Table 5,
page 59.)

58

Table 5. Adequacy of preparation in content
And curricular instruction
Question

Statement

Means

3

Preparation in curriculum alignment

3.70

4

Preparation in curriculum development

3.67

6

Preparation in understanding the Tennessee subject
matter frameworks

3.48

5

Preparation in understanding the use of National
Standards

3.33

Mean for research question 2

3.55

Research question 3 asked, What influenced the instructional methods
they presently employ in their classrooms? and was addressed by items 13, 14,
15, 16, 17, 18, 19,20, and 21. (See Figure 1, page 55.)
divided in to parts A and 8.

These questions are

Part A is related to student needs and part B is

related to support from system, building, and university personnel. (See Figure 1,
page 55.)
The former interns responded they felt prepared to meet student needs in
the classroom. Meeting the needs of special education students ranked lowest,
3.37 on the 5-point scale. Understanding student learning styles ranked highest,
4.11 on the 5-point scale. The mean for this response was 3.87. (See Table 6,
page 60.)
The research question that received the highest mean ranking, 4.15 on
the 5 point scale, was related to the influence on instruction methods. The item
with the highest ranking was support from the mentor teacher with 4.67. Support
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Table 6. Influence on instructional methods presently
Employed in the classroom, meeting student needs
Question
6

Statement

Means
4.11

Preparation in student learning styles
Opportunity to apply coursework theory in the
classroom
Preparation in meeting the individual needs of
students in the classroom
Preparation
in
meeting
special
education
modifications for student classroom activities

17
7
8

Mean for research question 3, Part A

4.07
3.96
3.37
3.87

Table 7. Influence on instructional methods presently
Employed in the classroom, support
Question

Statement

Means

20

Support from mentor teacher

4.67

19

Support from building administration

4.44

18

Support from system administration

4.07

21

Support from UTK staff

3.85

Mean for research question 3, Part B

4.15

from the building administration, which was the principal, received a 4.44. (See
Table 7.)
The

fourth

and fifth

research

questions

asked,

What

was the

understanding of these interns turned apprentice teachers of the Tennessee
Education Improvement Act mandated testing procedures for their students, and
what was the impact of the Value Added process of student test scores on these
apprentice teachers as reported by the Tennessee State Report Card? and was
addressed by items 7, 8, 9, and 16. (See Figure 1, page 55.)
The former interns were least prepared in the area of testing mandates in
the State of Tennessee. Responses for the area of testing and understanding
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the TVAAS reporting system rated the lowest of all research questions. The
mean for these questions was 3.34. The understanding of the Value Added
Assessment System ranked lowest of all responses with only 2.44 on the 5-point
scale. There was a difference of .81 between the highest mean and the lowest
mean. (See Table 8.)
Table 8. Understanding Tennessee Education testing
Procedures and the TVAAS reporting system
Question
7
8

16
9

Statement
Preparation in student test taking skills
Preparation
in understanding the State of
Tennessee testing process of student assessment
Preparation for the Tennessee Teacher Evaluation
process of classroom teachers
Preparation in understanding the Tennessee Value
Added
Assessment
Process
for
Tennessee
Teachers
Mean for research questions 4 and 5

Means
3.78
3.60
3.56
2.44
3.34

Influence Ratings
The final section of the survey asked the respondents to rank 1-6 in order
of influence five statements related to research question three, what influenced
the instructional methods they presently employ in their classrooms? A blank
line with "other'' was included for write in responses. The statements were rated
from 1 to 5 if the respondent did not choose to write in a response and 1 to 6 if a
write in response was included. The ranking was 1 being the most influential to 5
or 6 being the least influential. The "other'' statement was not included in the
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chart because only 4 respondents rated a write in response. All four responses
were different and no two were related to create a category.
The mentor again was the dominant influence on the former interns in the
present classroom practices. The mentor teacher received a ranking of 4.6 on a
5 point scale. The next highest was 2. 7, which was a college professor. The
lowest ranking was college education coursework with a ranking of 2.1. The
mean for the influence rating was 2.8. (See Table 9.)
Table 9. What had the most influence on your
Present job?
Weighted Score

Means

The internship mentor teacher

125

4.6

A college professor

75

2.7

A former classroom teacher

67

2.5

Individual study of research based
Techniques

62

2.2

College education coursework

59

2.1

Statement

I

Mean for influence rating

2.8

Intern Responses
A section was included for comments at the end of the survey. This was
an optional section for the now apprentice and professional teachers to respond
to any area not addressed in the survey or to add input into any question on the
survey. Eleven of the twenty-seven returned surveys, which is 40%, contained
comments about the internship year. These comments are quoted below.
"I look back upon my internship year with fond memories. The community,
the students, and Oneida staff were very helpful in influencing and preparing me
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for a career in high school education.

But my mentoring teacher and my

supervising college professor were the most influential and helpful during the
internship program."
"I had an excellent time during my internship. I was in the middle school,
and we had a difficult and wonderful year. I would not trade my time in Oneida
for anything. I loved every moment I was there. There is no other experience
like it."
"I believe the internship year was/is highly effective!

Through the

experience of my mentor teacher, I learned more than I ever did in any
classroom. This program is highly beneficial and I believe should be required for
all education majors."
"My experience as an intern with the Oneida Special School district was
very effective in preparing me for my career as an elementary school teacher!"
"I feel that all of the above statements are very influential on who I am as a
teacher."
"Overall, I was very happy with my experience in Oneida as an intern. UT
did a fairly mediocre job of supporting and preparing me for teaching, though.
wish the community of Oneida nothing but the best."
"I can't say enough about the Oneida Intern Program. Dr. Roeske, Dr.
Ryan, and Mr. Goforth from Oneida were all a tremendous influence on me.
Every effort should be made to continue the Oneida program, in my opinion."
"Some staff from UT were available and helpful, Dr. Kermit Blank, Dr.
Butefish, Dr. Ed Roeske (although his investment was more with secondary
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education students). Our graduate Assistant was more of a stumbling block than
a help in my opinion. The Master's classes were the most informative in my
opinion."
"My internship went very well. My mentor teacher was excellent, and I
learned all I needed to start teaching from her. Dr. Roeske did an excellent job
as well. The large majority of the other professors and classes did very little to
influence my teaching."
"The support of the Oneida community and eagerness-to-learn attitude of
the students were the most memorable parts of my experience.

Had we not

already owned a house and my wife having a good job, I would have wanted to
apply for a position at Oneida."
"I felt the internship year provided me with a good baseline for starting the
career. However, I would not have been financially able to make the decision
because of the yearlong commitment had it not been for the Lyndhurst grant.
This special program provided me with a concise plan of coursework and most
importantly the money for the intern year."
"I did not have a good experience because I was placed with 2 teachers
who did not want a student teacher. They were not given any advance warning
that we would be there on the first day of school and although the expressed that
they did not want a student teacher, the University insisted. Because of this
placement, my experience was horrible. I was treated like an aide."
The survey contained a "comments" section at the end for any reflections
the former interns wished to express about their year as a UTK teaching intern.
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There were eleven responses in this section, ten were positive and one was
negative.

The research question most comments related to was the first

research question, the adequacy of preparation in relation to the present
teaching assignment.

Their comments reflected they did feel prepared, they

enjoyed their experience in the schools and community, and they were in full
support of the yearlong internship.

The overall satisfaction was high.

The

mentor teacher and college professor emerged as influential. They liked the
small community, which supports the current emphasis on small schools and
rural initiatives.
Telephone Interview Responses

The telephone interview guide was a semi-structured set of ten questions
to gain further insight into the questionnaire responses. (See Figure 2, page 66.)
The former interns over a four-year span from 1992-1993 through 19961997 were included in the telephone interview portion because there was more
than one response from each of these years. This would insure all responses
would remain confidential and the former interns would not be identified.
The telephone interview guide expanded research questions one and
three. (Tables I, Ill, and IV) Again all interviewees felt prepared to begin their
teaching career. They were in support of the full year internship, and they liked
the small community and schools. They expressed they would like to have been
able to have an experience in a wider grade span/subject matter.
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1. What would have made your intern assignment more beneficial to professional positions
you have held?
A) I was in kindergarten. It would have helped to have had more time in a higher
grade.
8) More time in different grade spans
C) Working with the whole department, not just one teacher. Would like to have had
the chance to see how other teachers presented the material.
D) I am in the grade I did my internship in. It was great.
To your present assignment?
A) I have been in 2nd grade for 4 years. I have had to learn about this grade.
8) A chance to work in middle school. I am in upper grades and did my internship in
primary grades.
C) Just a chance to work with other subject matter teachers.
D) I was lucky and got placed in the grade I had taught
2.

If teaching, did your experience adequately prepare you for your present position?
A)
8)
C)
D)

3.

This year concept is great. Actual classroom ownership is different. We use
progress folders and the paperwork is different.
I have had to adjust to older children. They react different than the small ones I
was with.
Yes, generally. Is there any way to prepare for the discipline problems in high
school?
Yes, I have had to learn more about classroom management on my own.

What would have been helpful to you?
A) Some actual upper grade experiences. More than the few weeks I spent.
8) I wish I had more experience with the grade I now teach, but how was I to know I
would be offered a position in this grade.
C) Doing some team teaching with other subjects.
D) I had a great experience.

4. What are some of the problems you have encountered in your present assignment that you
did not have exposure to during your internship?
A) Working with older children. Needed more upper level experience.
8) Some actual work in middle grades. More than we had.
C) Discipline. It is so much different in the classroom by yourself with high school
students.
D) Parent conferences. It is not as easy as I thought to go back to your home
community and deal with parents.

Figure 2. Telephone Interview Guide
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5.

Did you have difficulty or did you adapt easily to our rural community.
A)
B)
C)
D)

Adapted easily. Parents are both from a small community much like here.
Adapted very easily. It is such a nice community.
Adapted. I am also from a rural area.
Adapted. My hometown is not much bigger than Oneida. That is why I wanted to
do my internship there.

6.

Did you have adequate community support for your teaching activities during your intern
experience in Oneida?
A) Yes.
B) Yes. I got some help from a business for one of my projects.
C) Yes. It is a great place for outside help
D) Yes.

7.

Did you receive proper training during the internship to use technology available to you
in our schools?
A) Yes. I was comfortable with a computer from school
B) Yes. We had computer classes at UT. It was good to have them in the classroom
at Oneida.
C) Yes. I had computer classes at UT.
D) Yes.

8.

Do you have access to the same level of technology in your present classroom
assignment?
A)
B)
C)
E)

Yes, Mac's
Yes, but they are IBM's
Yes
No, we just have one lab.

9. What type computer hardware do you presently have access to in your classroom? How
many machines are in your classroom? What software in included on this hardware? Are
your machines stand alone or networked?
A)
B)
C)
D)

We have two Mac's in the room. Networked and we use them for Internet,
Reading Renaissance (Accelerated Reader) to test on. We have the Jostens
program, too.
We have IBM Labs networked and a management computer.
Mac's but I like DOS better. They are networked and we can get on Internet.
also have some standalone programs for my classes.
Mac's in the lab. I don't think they are networked. This is a skills lab.

Figure 2. Telephone Interview Guide (Continued)
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10. What or who had the most influence on the teaching techniques/methods you now utilize in
your classroom?
A) After having my own classroom, it is the kids, I do whatever it takes to adapt to the
needs of the students.
B) My mentor teacher was so good. She helped me with classroom management.
She could have more things going at one time with all the students learning. We
worked well together.
C) The teacher I worked with. We had a good relationship. Other teachers in the
department helped me also.
D) My intern teacher. She was so easy to work with. We did a lot together, working
with small groups, each taking a group.
11.

How could the system improve the experience for future interns in our schools?
A) A more careful screening of supervising teacher. Much of the time I felt like an
extra helper. I wish we had been treated more professional by the staff and
teacher. I got caught in some situations that were uncomfortable but now I see
even things like that help when you are in a school your first year.
B) We had a large group of interns the year I was there. I was lucky with my
placement. Some did not feel the way I did. Supervising teacher selection is very
important.
C) I wish I had been able to work with each of the teachers in the department weeks at
a time. The department worked well together and I got to share in the planning but
I would have liked to be in the classroom with the other teachers. We need all the
experience we can get in our area, not just one level of a subject.
D) I really can't think of anything now. UT was so good. I think the year makes a big
difference in getting a new teacher ready. Some of the new teachers in my school
did not have the year and I feel more prepared. Oneida was a good school to work
in and I learned a lot to get me ready for my own class.

Figure 2. Telephone Interview Guide (Continued)

These comments also support the rural education concept.

The technology

training was good and they were working with both DOS and MAC machines.
The mentor teacher was named as the most influential on their present practice
in the classroom by three and the needs of the students by one.
The

comments

and

the

telephone

interviews

reveal

the

mentor/supervising teacher role as most influential. They liked the small school
and community.

This again supports the small school and rural initiative that

research has shown to be effective.

SUMMARY

The results of the survey and the follow-up telephone interviews reveal the
majority of the former interns. had a positive expe,r.ie,nc~in _the Oneida Schools.
The results show the highest ranking item Vl{aSsupport from the mentor teacher
with a weighted response score of 126 (4.7 of 5). The ranking of the statement,
what had the most influence on your present job, the internship mentor tec1cher
again held the highest ranking with a 4.6 of 5. These responses support the
literature concerning the importance of a strong mentor program for beginning
teachers. The comments and the telephone interviews also reveal the former
interns felt well prepared from their experience and support the continued rural
initiative. They also expressed a desire to have a wider variety of experiences
with grade levels/subject matter by working with total departments as well as one
teacher.
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CHAPTERV

SUMMARY, DISCUSSION, CONCLUSIONS, IMPLICATIONS, AND
RECOMMENDATIONS

INTRODUCTION

This study examined the readiness of former University of Tennessee
teaching interns in the Oneida School System for the teaching position they now
hold. The population for the study was from The University of Tennessee interns
choosing the Oneida School System from 1991-1992 through the 1996-1997
school years. During this time span, 43 interns were assigned to the schools.
Thirty-nine

of the forty-three

interns were

contacted

with twenty-seven

responding with completed surveys, which is a response rate of 69.2%. Follow
up telephone interviews were conducted with four individuals completing the
telephone interview consent form. These were from the years with more than
one intern, which were the years 1992-1993 through 1995-1996.

FINDINGS FROM THE LITERATURE

The literature review revealed several findings concerning teacher
education in a fifth year post baccalaureate program:
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1.

Teachers completing a full year internship program after being
awarded a baccalaureate degree were generally better prepared than
teachers completing a 9 to 12 week semester of student teaching in
an undergraduate program.

2.

The mentor teacher is a major influence on the methods employed by
the new teacher in their present classroom.

3.

A strong mentoring program in a school or system is a factor in
retaining teachers for more than five years.

4.

Professional Development Schools offer the most complete and
comprehensive training program for teaching interns in a school
system.

5.

Adequate training for teachers in the use of technology in the
classroom is necessary to maximize the available hardware and
software with students.

Recent literature has reported the need for more teachers in the future
and the importance of retaining the teachers presently in the profession. This
literature review supported the importance of intense and prolonged work with a
strong mentor teacher in an actual school setting for the preparation of
apprentice teachers. The mentoring process must continue during the critical
first five years of actual employment to retain teachers in the profession.
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FINDINGS

The research questions in this study addressed teaching interns from
1991 through 1997 in a fifth year post baccalaureate teacher education program
at The University of Tennessee in Knoxville. A survey was developed to gather
information about the adequacy of the preparation their fifth year experience
gave them for their present teaching positions. The responses to the twenty-one
Likert scale questions were assigned a weighted number of 5 for strongly agree
to 1 for strongly disagree. The responses weighted numbers were divided by the
number of respondents (n=27) for a ranking between a high of 5 and a low of 1.
The first research question asked, What were the perceptions of teacher
interns who prepared in a small rural school system about the adequacy of their
preparation in relation to their present teaching assignment? This question was
addressed by items 1, 2, 10, 11, and 12 on the twenty-one question Likert scale
survey. (Appendix A)
All responses to these questions indicated the interns felt prepared in
classroom organization and management (4.18), overall preparation for the
present position (4.07), training in the personal use of technology (3.74), training
for integrating technology into the grade level/subject matter curriculum (3.6), and
using technology in the classroom (3.6). The responses indicate they felt more
prepared in classroom organization and management and least prepared in
using technology in the classroom.
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The second research question addressed, What prepared the new
teachers for content and curricular instruction? This question was addressed by
items 3, 4, 5, and 6 on the survey. (See the Appendix)
The responses to these questions indicate the former interns felt prepared
in

curriculum

understanding

alignment

(3.70),

in

curriculum

development

the Tennessee subject matter frameworks

(3.67),

in

(3.48), and in

understanding the use of National Standards (3.33).
The third research question investigated, What influenced the instructional
methods they presently employ in their classrooms? This question was divided
into part A and part B. Part A was addressed by items 13, 14, 15, and 17 on the
survey.

Part B was addressed by items 18, 19, 20, and 21 on the survey.

(Appendix A) In part A, the interns responded they felt prepared in student
learning styles (4. 11), opportunity to apply coursework theory in the classroom
(4.07), meeting the individual needs of students in the classroom (3.96), and
meeting special education modifications for student classroom activities (3.37).
I

Part 8 indicated the interns felt supported by the mentor teacher (4.67), the
building administration (4.44), the system administration (3.85), and the UTK staff
(3.62).
The Influence Rating section of the survey is also related to research
question three.

This section asked the respondent to rank from 1 for most

important to 5 for least important the five influences listed. The weighted scale of
5 for most influence to 1 for least influence was used for this section also. In the
influence rating, fifteen of the twenty-seven respondents rated the influence of
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the mentor teacher with a one, the factor having the most influence on their
present practices in the classroom. Another six respondents rated this influence
with a two. The total weighted rating for this item was 4.6 on a 5 point scale.
The influences having the least impact on the practices in the classroom was
college coursework, with a rating of 2.1 and individual study of research based
techniques, with a rating of 2.2 on a 5-point scale.
The fourth and fifth research questions explored, What was the
understanding of these interns, turned apprentice teachers, of the Tennessee
Education Improvement Act mandated testing procedures for their students, and
what was the impact of the Value Added process of student test scores on these
apprentice teachers as reported by the Tennessee State Report Card? These
questions were addressed by items 7, 8, 9, and 16 on the survey. (Appendix A)
The former interns indicated by the responses they felt prepared in
student test taking skills (3.78), understanding the State of Tennessee testing
process of student assessment (3.60), and the Tennessee Teacher Evaluation
process for classroom teachers (3.56). Only one of the twenty-one responses
indicated the former interns did not feel prepared in an area.

This area is

understanding the Tennessee Value Added Assessment Process for Tennessee
Teachers (2.44).
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DISCUSSION

The findings from the literature reviewed for this study and the findings of
this study concur that the mentor teacher is a major factor in the training and
retention of new teachers. The building principal is also an important factor in the
process of training new teachers.

The third section of the survey listed five

statements for the former interns to rank the influence on their present position.
The statement, "the internship mentor teacher had the most influence on present
instructional methods," received a ranking of 4.6 on a 5 point scale.
The results from the two sections of the survey and the telephone
interviews indicate the importance of the mentor teacher and the influence this
teacher has on the practices of the future teacher in their own classroom. Mentor
teachers must be chosen with considerable care and the administration must
know the teaching methods being practiced in the mentor classrooms. Support
from the building administration is also an important component of teacher
training.

A strong mentor teacher in a building with and effective principal

creates the best beginning for a new teacher
In Tennessee, the understanding of the assessment process and the
Tennessee Value Added Assessment System (TVAAS) must be explained to and
understood by all new teachers, but especially those in grades 3-8 at the
elementary and middle school level. The annual spring achievement test scores
are used to determine the academic growth of the students each year.
Secondary subject matter test results are also included in the TVAAS reporting to
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school systems. At the present time, only the end of course math test scores are
reported by the state TVAAS system. This reporting system will become a part
of other end of course tests as they are developed and administered.

This

process was the least understood by the former interns.
Professional organizations have developed subject standards on the
national level. The National Council of Teachers of Mathematics (NCTM.org),
National Science Teachers Association (NSTA.org), National Council of
Teachers of English (NCTE.org), and the International Reading Association
(IRA.erg) each have well developed and accepted standards that Tennessee has
used as a base for the new curriculum frameworks.
More emphasis should be placed on continued learning through
researching and implementing research based practices in the classroom. In
Tennessee, teachers must employ these practices for students to attain the
maximum academic growth each year. Dr. June Rivers has research to prove a
student never recovers academically from having two weak teachers in
consecutive grades. This information was presented with Dr. Williams Sanders in
a small group session at the Tennessee Testing Conference in 1999.
(Tennessee Testing Conference, 1999)
The former interns indicated they were prepared for their present position
after completing their year in a small rural school system. The location of the
school is not as important as the methods being demonstrated.

The area of

cultural diversity in the staff and student population is weak. Most rural schools
do not have the diversity found in urban or suburban schools.
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CONCLUSIONS

The following conclusions were drawn as a result of the analysis of the
information gathered from the intern survey and telephone interviews.
1.

The mentor teacher emerged as the most influential factor in the
classroom practices of new teachers.

2.

The areas of curriculum development related issues and state
mandated testing procedures were the two weakest areas of
understanding by new teachers.

3.

The rural setting for the internship year provided adequate preparation
for the present employment of the former interns, the majority of which
were employed in a rural setting.

IMPLICATIONS OF THE STUDY

1. A strong, well-trained mentor teacher is necessary for the teaching
intern to develop the skills needed in a classroom. National Board
Certification is one criterion suggested in the literature review as a
guide for selecting mentor teachers. (National Commission on
Teaching and America's Future, 1996) Another requirement could be
the Tennessee Evaluation Model Focused Evaluation. (Framework for
Evaluation and Professional Growth. Tennessee State Department of
Education, 1997) The State of Tennessee now recognizes the
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importance of the role of the mentor teacher in retaining new teachers
in the profession.

The State has implemented a mentor teacher-

training program for building level teams, including an administrator,
through the Tennessee Academy for School Leaders. This program
offers a uniform guideline within the state for schools to establish a
teacher mentor program. (Tennessee State Department of Education,
2000)

2. The intern program could be strengthened by incorporating more
Professional Development School (PDS) characteristics, in the school
system. The definition of a PDS with The University of Tennessee is,
"a 'regular' public school where, through appropriate agreements,
professionals representing the school and the university work in
partnership to accomplish the following goals: improve the preparation
of novice teachers, enhance continuing professional development of
school-based faculty and university faculty, conduct collaborative
Inquiry focused on questions about teaching and learning, and
improve the achievement of students in the school."

(UTK and

Oneida PDS meeting, 1997)
3. The interns should be familiar with the National Standards in each
subject area as these standards relate to the state frameworks and the
testing of the content incorporated into these standards. The PDS
school system could incorporate this correlation of standards,
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frameworks, and testing areas in the professional development
activities conducted at the school site as listed in the above implication.
4. Rural and small school education should be nurtured and encouraged
by state and local policies.
5. Technology training is important for teachers to effectively use all that
is available to them in the classroom. Teachers must be able to utilize
the technology for their own continuing research in education and to
assist students in developing the skills necessary to become problem
solvers.
6. Administrator and teacher training utilize a partnership in the schools
to conduct compatible training with emphasis placed on the importance
of administrator support for new and mentor teachers.
7. Extra funding is needed but is not usually available in most systems to
support additional staff to work with the interns at the system and
university level. All areas of the teaching intern program involve extra
funding needs within a school system and the university.

Mentor

teachers and building administrators must spend extra time to properly
evaluate and assist these interns.

The expense of living in the

community is a hardship for many interns.
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RECOMMENDATIONS

The population for this study consisted of the former fifth year teaching
interns from The University of Tennessee teacher education program from the
years of 1991-1992 through 1996-1997 in one school system.

The schools

involved were in the Oneida Special School District, which includes Oneida
Elementary School, Oneida Middle School, and Oneida High School.

The

University of Tennessee places teaching interns in local and surrounding area
schools each year. The following recommendations could be used to further
study the teaching intern program at The University of Tennessee.

Research

1. Survey all former University of Tennessee fifth year teaching interns
and compare responses from location of the school, school grade
spans, and school systems. This could include schools recognized as
Professional Development Schools and those not designated as
Professional Development Schools.
2. Examine the teaching intern perception of the adequacy of their
preparation before schools became a Professional Development
School

(PDS) and after the

school

became

a

Professional

Development School and the level of accessibility of a PDS within a
system.
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3. Survey former interns presently teaching in states other than
Tennessee and the ease of articulation between states in certification
requirements.
4. Survey former mentor teachers to evaluate the how the extra
responsibilities of having an intern in the classroom impacted the
learning environment for their students.

Program Modifications

1. Strengthen mentor training by creating a mentor teacher graduate
level course to be offered to teachers before hosting an intern in their
classroom.

This

course should

be

based

on

Professional

Development School Standards as outlined by the Holmes Group
publications.
2. Offer more subject methods courses and training related to curriculum
development, ~hich includes curriculum alignment both horizontal and
vertical.
3. Create a more coordinated effort between the required summer
coursework

and the professional development

activities

being

conducted in the PDS school system during the summer. This same
concept could also apply to activities offered in the school system
throughout the school year.
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APPENDIX

NANCY B. WILLIAMSON
1684 TERRY ROAD
ONEIDA, TENNESSEE 37841
423-569-4884

Dear Former Oneida Intern:
You are invited to take part in a special study. As a former UT teaching intern with the Oneida
Special School District, your perceptions concerning the effectiveness of your year in a small rural
system are an important part of any investigation.
During the past six years, I have been involved with all the interns choosing Oneida Special
School District schools. I am aware of the isolation of the community and the special population
of the students. As an administrator, I am interested in learning about your perceptions of the
preparation you received.
Enclosed is a copy of the Intern Questionnaire, which serves as the research instrument for
Phase One of this study. Please take a few moments to complete the questionnaire and return it
in the stamped envelope provided. Due to the small number of interns serving in the Oneida
Schools, your participation is critical to the success of this study.
Your participation in this study is voluntary. Your responses are confidential and will be reported
only in aggregated form. The return of the completed questionnaire amounts to your informed
consent. Questionnaires are coded in order to send a second copy to non-respondents. If you
are willing to have further input into the survey through a telephone interview, please indicate this
by completing the necessary information on the form provided.
Thank you for participating in this important research project. Should you have questions about
this study, the IRB number at UTK is 5583 B. Please do not hesitate to call me during the day at
423-569-8912 or in the evening at 423-569-4884. You may also reach me by E-mail at
williamsonn@ten-nash.ten.k12.tn.us or nwilliamson@highland.net.

Sincerely,

Nancy B. Williamson
Doctoral Candidate
Leadership Studies Unit
The University of Tennessee
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THE UNIVERSITY OF TENNESSEE FIFTH YEAR TEACHER TRAINING
PROGRAM

IN A SMALL RURAL SCHOOL SYSTEM
Demographic Questionnaire
Teaching Intern
There are 4 pages to this questionnaire, please complete all 4 pages.

Directions for completing:
Circle answers, if provided, or respond on the blanks
1.
2.

Gender:
.Age:

Male

Female

20-29

40-49

30-39

SO-above
no

3.

Did you teach during the 1997-1998 school year?

yes

4.

Grade level/subject(s) of 1997-1998 teaching assignment:

5.

Previous grades/subjects taught, if any:

6.

Number of years of classroom experience after internship, including 19971998:

7.

Community status of school where you are presently teaching:
rural

8.

K-5

K-8

6-8

9-12

Other:

501-750

751-1000

1001-1500

Did you teach immediately after completing your internship?
If not, why?

11.

other

School enrollment:
0-500

10.

inner city

Grade span of school of present school assignment:
K-2

9.

suburban

If not teaching, present occupation:
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1500-above
yes

no

THE INTERNSHIP QUESTIONNAIRE

Key:

1 - SD
2-D
3-N
4-A
5-SA
NP

=
=
=
=
=
=

Strongly Disagree
Disagree
No Opinion (Neutral)
Agree
Strongly Agree
Not provided or not applicable during internship

Please complete the following statements by circling one of the following on each line.
The intern assignment provided sufficient:
SD

D

N

A

SA

overall preparation for my present position.

1

2

3

4

5

preparation in classroom organization and
management.

1

2

3

4

5

3.

preparation in curriculum alignment.

1

2

3

4

5

4.

preparation in curriculum development

1

2

3

4

5

5.

preparation in understanding the use of
National Standards in subject areas.

1

2

3

4

5

6.

preparation in understanding the
Tennessee subject matter frameworks.

1

2

3

4

5

7.

preparation in student test taking skills.

1

2

3

4

5

8.

preparation in understanding the
State of Tennessee testing process
of student assessment.

1

2

3

4

5

9.

preparation in understanding the
Tennessee Value Added Assessment
Process for Tennessee teachers.

1

2

3

4

5

1.

2.

NP

Go on to page 3
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The intern assignment provided sufficient:
SD

D

N

A

SA

10.

training in personal use of technology.

1

2

3

4

5

11.

preparation for using technology in the
classroom.

1

2

3

4

5

12.

training for integrating technology into the
grade level/subject matter curriculum.

1

2

3

4

5

13.

preparation in student learning styles.

1

2

3

4

5

14.

preparation in meeting individual needs
of students in the classroom.

1

2

3

4

5

15.

preparation for special education
modifications for student classroom
activities.

1

2

3

4

5

16.

preparation for the Tennessee Teacher
Evaluation Process of classroom teachers.

1

2

3

4

5

17.

opportunity to apply course work theory
in the classroom.

1

2

3

4

5

18.

support from system administration.

1

2

3

4

5

19.

support from building administration

1

2

3

4

5

20.

support from the mentor teacher.

1

2

3

4

5

21.

support from the UTK staff.

1

2

3

4

5

NP

Go on to page 4
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Considering the statements below, please rank from 1 to 6 to indicate the influence on your
present job. Put 1 in the blank beside the most influence, 2 beside the next, etc.

The internship mentor teacher had the most influence on present instructional methods.
A former classroom teacher had the most influence on present instructional methods.
A college professor had the most influence on present instructional methods.
College education course work had the most influence on present instructional methods.
Individual study of research based techniques had the most influence on present
instructional methods.
Other

Comments:

Thank you for your time.
Nancy B. Williamson
1684 Terry Road
Oneida, TN 37841
423-569-4884
williamsonn@ten-nash.ten.k12.tn.us
nwilliamson@highland.net
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Telephone Interview Guide
1.

What would have made your intern assignment more beneficial to professional positions
you have held?
To your present assignment?

2.

If teaching, did your experience adequately prepare you for your present position?
What would have been helpful to you?

3.

What are some of the problems you have encountered in your present assignment that
you did not have exposure to during your internship?

4.

Did you have difficulty or did you adapt easily to our rural community.

5.

Did you have adequate community support for your teaching activities during your intern
experience in Oneida?

6.

Did you receive proper training during the internship to use the technology available to
you in our schools?

7.

Do you have access to the same level of technology in your present classroom
assignment?

8.

What type computer hardware do you presently have access to in your classroom?
How many machines are in your classroom?
What software is included on this hardware?
Are your machines stand alone or networked?

9.

What or who had the most influence on the teaching techniques/methods you now utilize
in your classroom?

10.

How could the system improve the experience for future interns in our schools?
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If you are willing to participate in a follow-up telephone interview to express your
thoughts about your intern experience, please provide your name, phone number
and the most convenient time for me to reach you. Return this card in the
envelope provided. There will be no audio taping of the interview, only hand
written notes which will be destroyed by shredding after three years.

Phone Number

-------------

Most Convenient Time
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Name

VITA

Nancy 8. Williamson was born in Oneida, Tennessee, and has been a
lifelong resident of this small community. She attended all twelve years of school
in the Oneida Special School District. She received her Bachelor of Arts degree
with a major in English from Georgetown College, Georgetown, Kentucky. Her
Master of Science degree was obtained in elementary education from The
University of Tennessee, Knoxville.
supervision

Additional work in administration and

and elementary counseling was done at The

University of

Tennessee, Knoxville, and Tennessee Technological University in Cookville,
Tennessee. She received her Doctor of Education degree in May 2001.
Her professional background includes working with students from grades
K-12.

She taught secondary English at Oneida High School, primary Title I

reading at Oneida Elementary School, and served as elementary guidance
counselor for grades K-5 at Oneida Elementary School.

She is presently

employed as the Supervisor of Instruction with the Oneida Special School District
where she works extensively with teachers and building administrators planning
and implementing curriculum across grades and subjects.
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